Towards a new training transfer portfolio: A review of training-related studies in the last decade 
Introduction
In a world driven by product and business innovations, we assume that an organization's competitive advantage is achieved through people (Pfeffer 1995) . That is why many companies spend an increasing amount of money on training sessions, in the belief that it will improve the employees' performance and the firm's productivity. According to the Training Magazine's ongoing industry report, in 2006 US companies spent a total of $55.2 billion (an increase of 7% compared to 2005) on formal training and $15.8 billion on training products and services (Dolezalek 2006) . In recent years, investments in training activities have increased all over the world (Velada et al. 2007, 283) . However, unsettling questions continue to be raised about the return on this investment. Even if the exact amount of transfer varies from author to author, some indicate that only 10% of all training-related expenditures actually result in the transfer of recently acquired skills and knowledge back to the job (Georgenson 1982; Tannenbaum/Yukl 1992; Fitzpatrick 2001) . This "transfer problem" presents a big challenge for organizations, given that training is considered to be a primary leverage point by which organizations influence their corporate performance (Kozlowski et al. 2000, 159) . Bearing this learning-performance dilemma in mind, it is less surprising that Rouiller/Goldstein (1993) concluded that transfer is nearly as important as training itself. Knowing and understanding, therefore, which factors significantly enhance the training transfer would help professionals to move beyond the question whether training works to why and how training works (Tannenbaum/Yukl 1992, 423) .
The aim of this article is to move towards a more integrative training transfer portfolio that helps to place 36 transfer variables into a broader construct. To do so, we first explain the framework and the research methodology applied in our study. Results are then discussed in the existing trilogy of training transfer, divided into 13 categories and integrated into a new transfer portfolio. Suggestions for further research, study limitations and a conclusion of our study are presented at the end of this paper.
Framework and methodology for examining empirical studies on training transfer relationships
Training transfer can generally be defined as the degree to which trainees apply the knowledge, skills and abilities (KSAs) gained in training to their job (Wexley/Latham 1981, 14) . For transfer to occur, learned behavior must be generalized to the job context and maintained over a period of time (Baldwin/Ford 1988, 63) . Despite the urgent need for a better understanding of the transfer process, previous reviews of Cheng/Ho (2001) and Cheng/Hampson (2008) have failed to include all training inputs factors of trainee characteristics, training design and work environment factors suggested by Baldwin/Ford (1988) . In contrast, we acknowledge this multidimensional nature of training transfer which becomes apparent in the research framework applied in this study (figure 1).
The figure illustrates that training input factors include three elements: trainee, training design and work environment characteristics. First, trainee characteristics consist of the trainees' ability, personality and their training-related expectations (Baldwin/ zu Knyphausen-Aufseß, Smukalla, Abt: Towards a New Training Transfer Portfolio
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Training transfer Ford 1988, 64) . Second, training design is defined as the degree to which training has been designed and delivered to give trainees the ability to transfer learning to the job (Holton III et al., 2000, 345) . Finally, work environment refers to any influence(s) on transfer existing or occurring outside the learning intervention itself (Burke/Hutchins 2008, 112 ). These training predictors will then influence the training motivation -the pre-training-related motivation to learn and the post-training-related motivation to transfer -as well as the final training transfer. Our research framework is in line with the recent studies conducted by and Chiaburu and Lindsay (2008) as well as the transfer models of Colquitt et al. (2000) and Kontoghiorghes (2002) . It is well-suited for reducing complexity and to gain an overall picture of what recent research has found out on the topic of our interest. Applying this framework, the aim of the following analysis is to generate a more integrative perspective on the training transfer that acknowledges all three training input variables in their direct and indirect effect on the training output. This is done by integrating a large set of 36 sub-transfer variables into the research framework illustrated in Figure 1 , by focusing on only one training output (training transfer) and by deriving a new training transfer portfolio.
To analyze the impact of various transfer variables, we conducted an extensive literature search. Specifically, we systematically searched four online databases: EbscoHost, SSRN, ERIC and Google Scholar. Using relevant keywords, we searched for: training transfer, transfer of training, learning transfer, transfer of learning and transfer performance. We selected only articles from journals with a double-blind review process in order to ensure academic quality.
In our study, we did not explicitly search for articles with the German key word Bildungscontrolling. One reason was that we want readers who are not familiar with the German language to have access to the literature we integrated in our review. Moreover, despite of the connotations of the English term controlling, Bildungscontrolling refers to a specific German literature that has, compared to training transfer, a more limited focus on cost-value (or, alternately, benefit) ratios and quantifiable -often monetarymeasures (Käpplinger 2007 ). Finally, Käpplinger (2007 states that the last empirical study of the Federal Institute for Vocational Education and Training (BIBB) goes back to 1999 (see Krekel/Seusing 1999) and that no more recent empirical studies are available (some new data is provided in Käpplinger 2009). Therefore, we considered this literature to be largely outside the timeframe which our review of empirical studies is focusing on, but will integrate selective insights of this literature in our discussion section that is devoted to the development of a new training transfer portfolio.
Our review also excludes samples of secondary or primary schools' children as they might be influenced by development factors which may not be relevant in mature populations. Moreover, we excluded studies on training of employees who are frequently required to respond in emergency situations (e.g., employees in hospitals, police and fire departments and members of the armed forces). These employees require a more specific training that recognizes that they will be under stress when required to respond (for an overview, see Driskell and Johnston 1998). We conducted searches exclusively on articles published after 1998 since Cheng/Ho (2001) and Salas/ Cannon-Bowers (2001) merely reviewed articles up to that point of time and since we felt that articles before this date would be less likely to focus on the framework presented in figure 1. This procedure left us with 58 empirical studies from 12 journals: An overview of all the studies we integrated in our review is provided in the appendix (table) .
Description and analysis
The results are categorized for discussion purposes using the training input taxonomy described before. The authors identified 36 sub-transfer variables divided into 13 categories that shall now be discussed separately.
Trainee characteristics
Ability variables: It is believed that trainees with high ability scores will benefit from their increased information processing capacity and, consequently, understand and master the training content more efficiently. Colquitt et al. (2000) studied 106 articles from 1975 to 1998 and showed that individuals with highly developed cognitive skills will learn more effectively since they reflect their actions, determine their problems and adjust their course of action accordingly and, hence, transfer their learned skills more easily to the daily job situation. Carter (2002) examined the relationship between training methods and cognitive ability to determine whether a match between these two variables would increase the learning performance. Results suggest that organizations should fit their training methods to the trainee's ability as lecture-based trainings require relatively passive trainee participation, whereas case-study-based trainings require active participation. Bates/Holton (2004) indicate that basic skills play an important but often neglected role in the transfer of training. It was found that people with low literacy levels displayed higher levels of motivation than those participants with high literacy skills.
Learner readiness and perceived utility: Learner readiness is defined as the extent to which individuals are willing and prepared to enter and participate in training (Holton III et al. 2000, 344) . This readiness directly impacts the trainee's motivation to transfer (Holton III et al. 2000) as well as his final training transfer (Devos et al. 2007) . Perceived training utility refers to the extent to which trainees judge training content to reflect job requirements accurately (Holton III et al. 2000, 345) . However, findings on this first level reaction measure of Kirkpatrick's evaluation model (1998) are less clear. Seyler et al. (1998) and showed that utility reactions are positively related to the perceived training transfer and to the perception of learning. In opposition to these findings, Bates et al. (2000) and Ruona et al. (2002) cast doubts about any influence of the perceived learning utility as the variable only explained a marginal part of the variance in motivation to transfer and training transfer. Further research is, consequently, needed.
Personality variables: Empirical evidence shows that at least two of five personality variables (introversion and emotional stability) are believed to play an important role in the transfer process. In Rowold's study (2007) , it was found that introversion is negatively related to the motivation to learn and to transfer. Introverts are normally characterized as being less talkative, assertive, outgoing than extroverts and may, as the study was conducted in a call center, even have faced greater problems to perform due to the noisy and unfavorable environment than extroverts. Emotional stability reflects the absence of feelings of anxiety, insecurity, nervousness and comprehends an increase in the tolerance for potentially stressful conditions (Herold et al. 2002, 856) . Similar to introversion, Rowold (2007) and Colquitt et al. (2000) demonstrated that any fear negatively impacts the pre-training-related motivation and self-efficacy. The results of Rowold (2007) and Lievens et al. (2003) reveal that agreeableness, which is characterized by attributes such as being courteous, cooperative and trusting, only fosters an increased motivation before the training session but not after the training session. Results for conscientiousness and openness to experience have been mixed. Within a call center context, Rowold (2007) questioned any influence of one of the both variables, whereas Colquitt and Simmering (1998) found that conscientiousness is positively related to the motivation to learn both initially and after performance feedback. In the study of Herold et al. (2002) it became evident that openness to experience lacked any relation to the motivational components but impacted the learning dimension. Apart from these "Big Five" personality traits adopted from psychology (e.g. Wiggins 1996) , three other personality variables appeared that affect the training transfer: locus of control, affectivity and goal orientation. Locus of control refers to a person's belief that the enforcement of their behavior is either under their own control (internal locus of control) or in the hands of powerful others (external locus of control) (Furnham/Steele 1993, 444) . Colquitt et al. (2000) found evidence that internals exert greater effort towards collecting relevant KSAs in a training situation than externals as they believe mastering the program is under their own control. Naquin/Holton (2002) and Machin/Fogarty (2004) studied the impact of positive affectivity, the tendency to experience positive emotional states, and negative affectivity on the pre-training motivation as well as the post-training motivation. It was revealed that people who perceive positive emotional states tend to be more motivated and self-efficacious and, consequently, more likely to transfer KSAs to the job than people who perceive the opposite. In terms of goal orientation, Colquitt/Simmering (1998) showed that learning orientation is positively related to the motivation to learn and by contrast that performance orientation is negatively related to this motivational dimension. These results are justi-fiable as learning-oriented trainees view training as an opportunity to gain new KSAs, whereas performance-oriented individuals are afraid of losing out. This coherence was completed by the study of Ford et al. (1998) who argued that learning-oriented individual significantly improve their post-training self-efficacy, whereas performanceoriented employees decrease their levels of self-efficacy. The study of Chiaburu/ Tekleab (2005) additionally found that performance-oriented individuals when compared with learning-oriented individuals were not only less motivated to learn but also less likely to transfer the learned KSAs to the job.
Valence/expectancy: According to Vroom's expectancy theory (1964) , motivation is shaped by (a) the expectation that an act will be followed by a certain outcome (expectancy) and (b) the value and desirability of that result (valence). Colquitt et al. (2000) provide evidence that valence strongly correlates with the motivation to learn and the final transfer of training. Additionally, Smith et al. (2008) found that learning as well as performance orientation have a direct impact on the expectancy and valence of the trainees. Once again, it becomes apparent that learning orientation is a stronger predictor for expectancy and valence than performance orientation as, from an empirical point of view, it explains a bigger portion of variance.
Work design factors
Pre-training factors: Pre-training factors are those interventions that can be applied prior to a practice session to improve the effectiveness of the session (Cannon-Bowers et al. 1998, 292) . Even though Cannon-Bowers et al. (1998) show that these factors are numerous (i.e. metacognitive strategies, advance organizers, preparatory information, pre-practice briefs), Foster/Hoff Macan (2002) focused only on attentional advice that provides information, independent of performance, about the process or strategy. The researchers discovered that participants who receive this attentional advice and information perform at higher levels on an immediate as well as delayed follow-up task than those who do not receive any advice at all.
Training content factors: It is widely agreed that overlearning impacts the subsequent retention of training content (Machin/Fogarty 2003) . Lim (2000) showed that the more the training material is repeated, the more the trainees applied the learned principles on the job. Machin/Fogarty (2003) gathered data from 137 trainees who underwent an advanced training for a computerized information system and demonstrated that the greater the similarity between the training context and the actual transfer context (identical elements), the greater the final learning performance and posttraining self-efficacy will be. Accordingly, the authors revealed that varied practice, which aims to learn new KSAs under a variety of conditions, significantly enhances the learning retention and post-training self-efficacy since it helps to better understand the training content. Only very recently has the function of error-based training as one part of the training design factors been discussed. Participants in error-based trainings are only given minimal guidance and are explicitly encouraged to make errors during the training to think about the causes of the errors and learn from them. Keith/Frese (2005) found evidence that error-based training led to a higher adaptive training transfer when compared with error-avoidant training. The same result for job performance was obtained by Heimbeck et al. (2003) . However, research also unfolded that it is important to avoid a one-size-fits-all approach towards error-based training. Keith/ Frese (2008) , for example, conducted a meta-analytical study of 24 studies (N=2,183) and revealed that the effectiveness of error management training is limited to tasks that provide clear feedback. Even though the result did not quite reach significance at the 5% level (p=0.08), the statistics indicated that all studies which used tasks with clear performance feedback yielded a significant, positive size effect (Cohen's d=0.56 ). An approach that is similar to the error-based management approach is the guided and enactive exploration mode. Guided exploration is a form of skill acquisition that provides learners with the knowledge of appropriate strategies in a step-by-step approach, whereas enactive exploration provides individuals with unstructured opportunities to explore effective strategies, in which self-directed learning is encouraged. Wood et al. (2000) and Debowski et al. (2001) found that enactive exploration will be more effective on structured tasks with more informative feedback, whereas guided exploration is more effective on complex, ill-structured tasks that provide less feedback.
Post-training factors: During the last decade, three post-training interventions have prevailed: goal-setting interventions, self-management interventions and relapse prevention (Huint /Saks 2003, 182) . Firstly, Richman-Hirsch (2001) found evidence that goal-setting interventions enhance the training transfer, particularly when employees are working in an environment that supports skill acquisition. More specifically, Brown (2005) stated that participants who are urged to do their best and who set proximal plus distal goals have higher transfer scores than those who just set distal outcome goals. This finding is justifiable because trainees who set proximal goals should experience "small wins" and, consequently, be more motivated to transfer training content to the job. Secondly, self-management interventions are an organizational effort to teach trainees how to exert control over certain aspects of their decision making process and behavior (Frayne/Geringer 2000, 361). After self-management training interventions, Frayne/Geringer (2000) and Pattni et al. (2007) disclosed an increase in the employee's objective and subjective job performance and a significant increase in their levels of post-training self-efficacy. Thirdly, relapse prevention (RP) is a cognitivebehavioral strategy that enables trainees to identify high-risk situations, to be aware of transfer obstacles and equips them with coping strategies to overcome these obstacles (Gaudine/Saks 2004, 58) . It was found that RP modules discourage trainees in favorable transfer environments but encourage trainees in less favorable environments (Burke/Baldwin 1999) . Similarly, Gaudine/Saks (2004) validated that the effectiveness of RP trainings mainly depend on the organizational context. The researchers discovered that in the hospital where the study was conducted, trainees had frequent opportunities to transfer skills immediately on the job and, therefore, negated the potential benefits of a post-training RP.
Work environment
Job/career variables: During the last decade, the impact of a number of job/career variables on the motivational and transfer outcome was studied. found evidence that job involvement increases the trainee's motivation of learning and impacts his capability to master the training content. This finding is less surprising as people who are highly involved in their job are more likely to be motivated since any participation in training is viewed as a way of gaining new KSAs, of improving their job performance and of increasing their feelings of self-esteem. Kontoghiorghes (2001a Kontoghiorghes ( , 2002 added that the more committed and satisfied employees are within the organization, the more likely they are motivated to learn and transfer training to the daily job. Colquitt et al. (2000) showed that career exploration and planning are positively related to the motivational and transfer of training as individuals that are seeking to advance within an organization are more likely to recognize the importance of developing additional skills. However, useful training programs may not only be subject to involvement, commitment, satisfaction and career exploration as identified before, but also acknowledge the trainees' immediate training needs. Therefore, Lim/Morris (2006) revealed that even three months after the training session, trainees experience a certain degree of necessity to transfer learning to the job, particularly, when they are expected to perform a new task.
Social support: Since 1998, 22 studies have appeared which examined the impact of social support variables on the actual training transfer. This popularity is not surprising considering that social support is believed to play a central role in the transfer process (Tracey et al. 1995) . Facteau et al. (1995) (2003) failed to show that peer support impacted the training transfer. The authors discovered a low but non-significant correlation with the transfer of training which may be attributed to the fact that the researchers overestimated the magnitude of the social support variables and, consequently, chose a sample size (N=84) that lacked the statistical power to detect smaller relationships. This would also explain why all other three social support variables were non-significantly related to the transfer performance. Despite peer support, supervisor support has probably been the variable that has attracted the most attention in training research during the last decade. Table 1 gives an overview of all studies that measured a positive relationship (significant and non-significant) between supervisor support and training motivation and/or transfer or a negative relationship.
The studies summarized in table 1 already suggest a certain direction. A majority of 79% of all studies indicated a positive relationship (comprising 32% that failed to provide statistical significance), whereas 21% identified a negative one. Taking a closer look at some of the studies, the authors admitted that their divergent findings go back to either a lack of statistical power (Enos et al. 2003) , measurement errors (van der Klink et al. 2001) , the particular study design (Gumuseli/Ergin 2002; or to other suppressor variables that influenced the training transfer (Chiaburu/ Marinova. 2005) . Following the suggestions made by researchers who identified a positive correlation, it is, consequently, reasonable to argue that supervisor support is of fundamental importance within the transfer process. Last but not least, Cromwell/Kolb (2004) as well as Saks/Belcourt (2006) found evidence that the more upper management makes the effort to facilitate the transfer process, the more trainees will apply the newly learned KSAs. Opportunity to use-variables: Opportunity to use refers to the extent to which trainees are provided with or obtain resources and tasks on the job enabling them to use the skills taught in training (Bates et al. 2000, 25) . In their qualitative study, Lim/Johnson (2002) discovered that the opportunity to use training on the job is the first reason for high transfer and that vice versa any lack of the same is the first reason for low transfer. A variable that certainly overlaps with the opportunity to use construct are the task cues. They defer to the extent to which design and nature of the job itself remind the trainee of applying newly learned skills and knowledge acquired in training (Rouiller/Goldstein 1993) and directly impact the trainee's motivation to learn (Kontoghiorghes 2002). However, they are less specific than the opportunity to useconstruct as they refer to every job component that encourages the application of newly learned skills. Organizational culture: Egan et al. (2004) studied the impact of organizational learning culture, which they defined as the capacity for integrating people and structures to move an organization in the direction of continuous learning and change. The researchers disclosed that the learning culture makes significant positive contributions to the employees' motivation to transfer as well as to their job satisfaction. Similarly, within a Jordanian context, Bates/Khasawneh (2005) revealed that organizational learning culture is a significant predictor of organizational innovation. However, as opposed to the construct of organizational learning culture, resistance to change captures all organizational norms that discourage rather than encourage the use of skills acquired in training. Bates et al. (2000) discovered that resistance to change correlates negatively with the motivation to transfer since individuals who perceive any organizational change as a threat will be less likely to transfer KSAs to the daily job. Kontoghiorghes (2001a Kontoghiorghes ( , 2002 found moderate evidence that companies which make their employees contribute to a quality mission were more motivated to learn than companies lacking this demand. Nevertheless, Clarke's (2002) qualitative study revealed that in many organizations accountability, the degree to which an organization expects learners to use trained skills on the job, was quasi non-existent as trainees possessed minimal expectations that the organization required them to transfer the training content in any specific way.
Situational variables: Research assessing the direct impact of situational variables on the transfer of training or incorporating them as moderator variables has been relatively rare in training literature. A few authors argue that training transfer may not be uniform and stable across (a) different organizational types, (b) specific organizations and (c) different training types. Holton et al. (2003) collected data from private, public and nonprofit organizations and revealed that employees working in a non-profit organization had significantly higher levels of motivation to transfer and supervisor support than those working in a public or private organization. Chen et al. (2006) extended this finding by indicating that trainees who attended spiritual inspiration trainings perceived a stronger training transfer than all other training types. It is, consequently, safe to conclude that the trainee's motivation is a vital lever in predicting the strength of the training transfer.
Discussion and development of a new training transfer portfolio
Following the research framework in figure 1 , we have analyzed the major effects of the three training input factors on the motivational factors and on the final transfer output. It became apparent that some authors studied the direct effect of these training input factors on the training transfer, whereas others focused on the indirect effect through the motivational dimension. Nevertheless, it seems adequate to look more precisely at the diverse nature of the analyzed studies within the framework that was developed at the beginning. Firstly, the type of organization in which the study was conducted also varied among the articles. The majority, however, was performed in private companies (N=36) followed by studies performed in a university environment (N=12). As we will argue later on, the use of student samples certainly raises doubts about the representativeness and the quality of the answers. However, we decided to keep them in the analysis as their findings were too vital to be ignored and as their results are derived from large sample sizes. Secondly, it has to be recognized that even within business firms, trained employees range from trainees via sales people and research scientists to managers, making it difficult to compare the results of the empirical studies and to develop trust in the recommendations that may be derived from those results for business practice.
Next, it seems appropriate to satisfy the calls in the literature for a more integrative transfer approach that encompasses all three training input factors (Colquitt et al. 2000; Scaduto et al. 2008) . This is necessary for four major reasons: Firstly, the portfolio we developed in this manner reduces complexity as it integrates 39 transfer variables into 13 bigger subcategories. This classification allows HRD theoreticians and practitioners to better grasp and understand the ostensibly indefinite sum of transfer variables. Secondly, it acknowledges the broad and vague nature of some of the transfer variables (e.g. task cues), which was neglected in the review conducted by Cheng/Ho (2001) . Thirdly, it includes all transfer variables that have been subject of empirical studies since 1998 and, therefore, goes beyond the review of Cheng/Hampson (2008) which only included those variables that were considered to be important and could be classified under the category individual characteristics, training outcomes, job/career or situational variables. Fourthly, the portfolio acknowledges the multidimensional and interdisciplinary character of training transfer and may serve as an important instrument for a corporate controlling of further education. As the portfolio concentrates on the transfer of recently acquired skills and knowledge back to the job, it covers a major success index of advanced vocational training (Rouiller/Goldstein 1993; Georgenson 1982; Tannenbaum/Yukl 1992; Kozlowski et al. 2000) . In its criterion of interest it differs from other existing approaches in the research field of (German) corporate controlling of further education, which concentrate e. g. on cost and/or risk control ( Our portfolio integrates the results of these studies and shares their concern for the need of cost/value measures. Due to the large number of transfer variables, this approach should be appreciated and enables more efficiency in the field of internal and external training sessions.
The main idea of the new transfer portfolio is to facilitate the company's investment decision into transfer variables which can be influenced by the company itself (sphere of control) and which are worth the organizational and financial effort (costvalue ratio). In this context, the sphere of control is defined as the extent to which the HRD division can influence the transfer variable (e.g. through professional training), whereas the cost-value ratio is the quotient of organizational and financial effort (input) and the final training transfer (output). The ratio tries to capture whether the "implementation" of a particular transfer variable is worth the organizational and financial effort that it implies. To better illustrate this ratio, take the example of goal orientation. Even though goal orientation is seen as a personal trait (Smith et al., 2008, 56) and, consequently, difficult to influence by the company (sphere of control), it features a high cost-value ratio. Many companies have established a management by objectives in order to create a goal-oriented environment. This instrument can -when defined as a goal -therefore foster a high training transfer (output) without generating a huge financial burden (input). The portfolio is presented in figure 2 .
According to this illustration, HRD should primarily focus on social support and training content variables as they can be influenced by the organization itself and feature a high cost-value ratio. Through flat hierarchies, for example, organizations can create an environment in which supervisor and peer support encourages the transfer of training to the job. The creation of a favorable transfer climate is, therefore, in the power of the organization and implies relatively small financial expenditures. Similarly, the training content is determined by the company and any adjustments involve relatively small financial investments. Ability and personality variables, on the other hand, can only be influenced marginally, while requiring the deployment of large quantities of scarce company resources.. In psychology, some authors assumed that personality traits are largely determined by the age of five (Carver/Scheier 2007, 9) . Despite its importance within the transfer process, organizations can hardly exert any impact on 
Suggestions for further research and study limitations
A number of suggestions for future research can be derived from our survey. Firstly, data should be gathered from an organizational rather than a student sample. This is important as students are often more familiar with lecture situations which prevail in training interventions and differ in cognitive ability as well as motivation. Secondly, researchers should move towards a longitudinal research design by collecting data at several times of the study in order to detect behavioral changes. In terms of data collection, many researchers (N=30) still gathered data at one particular point of time rather than at several times. Thirdly, authors should try to conduct experimental surveys that do not merely rely on self-report measures but also on behavioral measures. It is widely agreed that the use of self-report measures may inflate the correlations by introducing a common method variance and as three-quarters of all authors (N=44) based their studies on self-report measures from trainees, this suggestion should be taken seriously. A related problem that is very common in the training of international assignees is that employees are not required to undertake the training so that any assessment of a potential training transfer is only conducted on those employees who volunteered for training. Fourthly, as less than one half of the studies (N=26) were performed outside the US, researchers need to become more aware of the cultural differences that may emerge in the transfer process. In countries, for instance, where a strict hierarchy is still preserved, the opportunity to use is taken for granted and often beyond consideration (Yamkovenko et al., 2007, 396) . Nevertheless, future research should continue moving in this direction to find out whether, how and why transfer factors differ across cultures. This study has some limitations that should be noted. The suggested cost-value ratio within the transfer portfolio in Figure 2 certainly needs further elaboration in two operational ways. First, further research should clarify how the organizational and financial effort for a particular transfer variable can be quantified. Secondly, the "criterion problem" (Ford/Weissbein 1997, 23) of how to capture training transfer still remains underdeveloped in the literature. Furthermore, within the research framework we did not make an attempt to study declarative knowledge (learning), individual and organizational performance as potential training outcome variables. For reasons of clarity, we decided to focus solely on training transfer but recommend that future researchers integrate these outcome variables into our research framework.
Conclusion
The estimate that only 10% of all training-related expenditures actually result in transfer of learned KSAs back to the job shows that the HRD division has neglected to consider the ROI of training investments. In order to overcome this transfer problem, the authors reviewed 58 empirical studies since 1998 and discussed major findings. This was essential for the creation of a new training transfer portfolio as the two latest reviews failed to study all transfer variables and, just to give an example, neglected to study the training design variables. The authors contribute a new training transfer portfolio to the evolving research that consists of 13 categories. This allows companies to focus their training investments on those transfer variables that are (1) within their sphere of control and (2) that feature a high cost-value ratio. The study was conducted in the context of a managerial leadership program (N=78) within a large oil and chemical company from Korea.
DV: training transfer IV: learning utility
The study found that whenever supervisors or trainees perceived a training objective to be more important, they rated the actual training transfer relatively higher to that objective. It was also revealed that the types of reinforcement, trainees perceived to be most motivating, were the types their supervisors used most often. Results showed that those trainees who received attentional advice performed at higher levels on a transfer task than those who didn't. In addition, the same effect was discovered for an immediate and delayed performance task. The authors found that transfer system characteristics differed across organizational types, specific organizations and training types. Non-profit organizations, in particular, showed higher motivation to transfer training and higher levels of supervisor support. It is, therefore, concluded that a one-size-fits-all transfer system might be rather inefficient. 137 trainees undertook advanced training programs for a computerized information system (PO-LARIS) in Australia.
Year
DV: pre-and posttraining self-efficacy, learning during training and transfer intentions IV: Positive affectivity (PA), negative affectivity (NA) and computer self-efficacy
As expected, the authors brought to light that PA and NA correlated both with the pre-training self-efficacy. Pretraining self-efficacy also significantly predicted the posttraining self-efficacy and the trainees' level of learning during training. The results provided support for the developed model which was derived from the framework of Tayer and Teachout (1995) . It was proven that the organizational learning culture predicted both, the organizational innovation (R 2 =0.28*) and the transfer climate variables (R 2 =0.10*). However, the author concluded that innovation does not only require an organizational culture but also a psychological climate.
